Abstract: Classrooms reflect and contribute to normative sex, gender, and sexuality categories in school culture, rules, and rituals. Texts, materials, curriculum, and the discourse we employ as educators perpetuate the pervasiveness of these categories. This article explores the less visible ways sex and gender categories are constructed in English Language Arts (ELA) classrooms, and how institutionalized heteronormativity positions students within normative categories of sex, gender, and sexuality. These limiting conversations are difficult to identify and even more difficult to challenge. But it is precisely this dynamic -the subconscious reinforcing of sex and gender binaries -that upholds the dominance of the institution of heterosexuality. Merely addressing
Identity Work -Understanding Sexual Identity through Reading and Writing
In a literacy classroom 'youth who do not fit into the mainstream are more likely to sanitize their reading, writing, and discussion choices ' (Moje & MuQaribu, 2003, p. 206) especially around issues of sexual identity or orientation. Literacy classrooms, then, can also be limiting for students in terms of sexual identity exploration, especially if their exploration is not heteronormative. A student's sexuality 'might shape his or her interpretation of a story about heterosexual love and marriage' because marginalized students are positioned differently relative to the story than their peers (Vetter, 2010, p. 100) . But because language use is inherent to ELA classrooms, reading and writing have the potential to disrupt dominant discourses and can offer students opportunities to explore sexual identities. Literacy educators can and should provide AUTHOR-SUPPLIED POSTPRINT assignments that allow students to explore their identity, and 'push for spaces that provide opportunities for students to navigate marginalized identities in schools' (p.101).
The articles on identity work assume students come into ELA classrooms with a predetermined sex, gender, or sexuality and only students with a minority sex, gender, or sexuality need support in exploring those identities through reading and writing. Presumably heterosexual students are generally not assumed to need space to explore, although queer students explore their sexual identity in the journey of coming-out. Mayo's (2013) article examines the identity of the 'straight' students in a secondary school Gay-Straight Alliance (GSA), but in terms of their identity as an 'ally'; straight allies explored their identity as a member of the GSA (but, notably, not their heterosexual identity) and how to 'support LGBTQ peers, while defending their potentially unpopular decision to do so' (p. 268). Identity work stops short of allowing heterosexual-identified students the opportunity to explore their sexuality and gender, and Moje and MuQaribu (2003) suggest it should only come up if students choose to explore it themselves.
LGBTQ Texts in the ELA Classroom
Texts are suggested as a way to engage students with LGBTQ themes, foster tolerance, and combat homophobia in classrooms. All children should have access to books at school that are 'reflective of their cultures' (Smolkin & Young, 2011, p. 217) , including non-normative family structures. Teachers should update their classroom resources to meet the needs of their students.
However, the inclusion of LGBTQ texts in a classroom does not go far enough (Banks, 2009 , Blackburn & Smith, 2010 . Because many of the books with queer-identified characters center on the character's 'struggle' or learning to 'deal with' their sexuality, texts like these can be reductive when they occupy the entire canon of queer literature and reinforce the idea that one's AUTHOR-SUPPLIED POSTPRINT sexuality (especially one's minority sexuality) is 'inherently controversial and conflicted' (Banks, 2009, p. 35) .
The inclusion of LGBTQ texts in classrooms frames minority sexual and gender identities as the 'other' and does little to encourage students who occupy dominant sexuality and gender categories to question their own position within these terms. Adding these texts 'to combat homophobia without addressing the ways that heterosexuality is constructed as normal does little to redress unequal power relations and privilege associated with sexual orientation and gender identity ' (Schieble, 2012, p. 207) . If homosexuality and heterosexuality are presented as binary opposites with no possible overlap, the hierarchy is reinforced rather than disrupted when
LGBTQ texts are offered without critical support.
Teacher Preparation and Exposure to LGBTQ Issues
Pre-service teaching programs are another space in the effort to engage with LGBTQ issues in the classroom. Creating 'safe spaces for teacher candidates to interact with members of the LGB community' can provoke positive change in their attitudes (Larrabee & Morehead, 2010, p. 39) , and these teachers should be given the opportunity and the space 'to honestly engage in dialogue about controversial, even belief-challenging topics,' so they become more adept at understanding complex issues (Hermann-Wilmarth, 2010, pp. 196-197) . Specifically linking lesbian and gay issues with social just issues allows for a positive 'shift in [pre-service teachers'] dispositions' toward lesbian and gay students in schools (Anthanases & Larrabee, 2003, p. 256 ).
These studies suggest that exposing pre-service teachers to LGBTQ literature and issues has potential in influencing school culture and classroom content. 
Teachers' Reluctance in Engaging with LGBTQ Themes
Teachers in ELA classrooms often have difficulties 'responding with generosity' (Britzman & Gilbert, 2004, p. 84) and are reluctant to engage with LGBTQ themes in a classroom. In an online discussion board for a university teaching course, teachers suggested the ELA classroom was not an appropriate place to address LGBTQ issues. Students were willing to stand up to overt homophobia (i.e. addressing the use of gay slurs), but otherwise resisted including LGBTQ themes or critical discussions of sexuality or gender (Thein, 2013) . Schieble (2012) had similar conclusions, and noted that the "resulting apologies, hedges, and diffusions maintained an 'impasse of niceties that mediated any real critical engagement' with the issue of LGBTQ themes in a classroom (p. 219). In other pre-service teacher training, students 'appeared to silence and avoid LGBQ topics' and some 'actively repeated harmful messages and generally blocked student attempts to disrupt the dominant discourse' (Puchner & Klein, 2011, p. 236) .
These studies highlight the ineffectiveness of simply exposing pre-service teachers to
LGBTQ themed materials, texts, panels, and discussions. Britzman notes that inclusion of
LGBTQ literature in the curriculum is not sufficient to disrupt heteronormativity, and instead, AUTHOR-SUPPLIED POSTPRINT teachers should look for ways to consider the 'limits of one's own thinking' and our tendency to place gender and sexualities into opposing binary categories (as cited in Schieble, 2012, p. 220).
The use of LGBTQ texts along with discussions of normativity would be more effective in prompting teachers to consider LGBTQ themes in their classrooms. Thein (2013) suggests having teachers analyze their language use in their explanations of resistance, which may draw out the faulty logic of their discourses and complicate their reluctance (p. 177).
Based on the scholarship of ELA and LGBTQ themes, and the limitations outlined above, queer theory as a model has the potential to prompt teachers to complicate their unintended validation of heterosexuality and normative gender categories, and literacy scholars should seek and create opportunities to document situations when teachers and students are making 'gender trouble' (Blackburn, 2005, p. 414) . I suggest queering the teacher as a text in the classroom to build on the exiting research in LGBTQ and ELA education. In addition to traditional texts, and spaces such as hallways and offices, which can also be read as a text (Fox, 2007 ), Clark (2010 suggests the teacher is a text in the classroom: 'As I consider textual practices in teacher education, I cannot deny the presence of myself as a text' (p. 705). To consistently trouble notions of gender and the teacher as an ally is to create a 'truly' just, equitable and safer space for LGBTQ young people in schools (p. 712). Through close examinations of language use, purposeful ambiguity, and risk-taking, the teacher as a text in the classroom can disrupt normative narratives of sex, gender, and sexuality.
Validating Normative Sex, Gender, and Sexuality
A brief discussion of legal and cultural heteronorms and their permeation in the ELA classroom will help teachers understand their complicity in maintaining heterosexual dominance, and supports my argument that teachers recognize themselves as a text in the classroom. Challenging AUTHOR-SUPPLIED POSTPRINT normative narratives in school and classroom settings cannot be accomplished unless these narratives are first acknowledged. Because these narratives are often so naturalized, they are also often invisible.
Legal heteronorms are rules and regulations that maintain the sex and gender binary and heterosexual dominance. At the time of writing, more than thirty states in the US allow same-sex marriage; in early 2004, there were zero. A few years ago no one could openly identify as homosexual and simultaneously serve in the US military (Don't Ask, Don't Tell was the official policy until 2011). In some states LGBTQ-identified people cannot legally adopt children and can be fired from a job for identifying as such. It is legally difficult, if not impossible, to alter the sex assignment one is given at birth, and for people who identify as transgender, this can be difficult and even dangerous.
Cultural heteronorms also affirm the naturalness of the sex and gender binary and 
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the schools are a structure that reflect and contribute to this dynamic. As I detail below, schools already actively endorse sex, gender, and sexual identity categories, albeit the dominant ones.
Gender differences are so naturalized that nearly all of our interactions are controlled by our perceptions of another's gender; if one's gender is confusing or ambiguous, we are rendered 'incapable of interacting and at a loss as to how to communicate ' (Gilbert, 2009, p. 93) . The practice of assigning sex at birth (based on genitals) results in 'expectations, limits, and roles' (p. 96) that accompany one into the school and classroom. We don't know others' genitals before we determine their sex or gender, but their gender expression (clothing, hair length and style, facial hair, makeup, etc.) provides us with signs we use to categorize people and interact with them. In ELA classrooms, these markers influence what books students read (Cherland, 1996; Dutro, 2001) , how students are partnered for projects, and how students might conceive of themselves relative to their peers (girls act as other girls act, and in opposition to how boys act) (Lewis, 1999; Thorne, 1993) . Blackburn and Buckley (2005) suggest that this doesn't only affect minority sexualities negatively; 'straight' students are also affected pedagogically in that they learn that LGBTQ people aren't worth mentioning in literature or ELA spaces.
Legal and cultural heteronorms inevitably spill over into the regulation of everyday spaces of schooling and ELA classrooms. The bullying of gender non-conforming students and those who are perceived to be gay is well-documented (Miller, Burns, & Johnson, 2013) .
However, coercing, teasing, and a preference for clear gender expression is also subconscious and invisible; teachers don't necessarily force students in normative gender categories knowingly, students often willingly align themselves with the gender they were assigned at birth, and the teasing is sometimes subtle enough that one would hardly recognize it as such (Cherland,

